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Abstract 


With globalization and high social mobility across the world, the 
integration of the intercultural dimension in Moroccan university’s 
syllabi has become imperative to maintain the Moroccan cultural 
heritage and develop an awareness of the target cultures. In view of this, 
the present study aims to explore the extent to which the teaching of 
“Reading Comprehension and Précis II” using intercultural topics 
(Moroccan and American cultures) along with intercultural tasks has an 
impact on the development of Moroccan EFL learners’ intercultural 
awareness in the area of knowledge/savoir. To this end, a quasi- 
experimental mixed-methods design was adopted. Three data collection 
tools were utilized prior to and after the experiment, namely a Likert 
scale questionnaire, an intercultural test and a semi-structured interview. 
Based on convenience sampling, the study included 98 participants who 
were assigned to an experimental and a control group. The findings 
revealed that there was a significant difference between the sample 
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groups’ knowledge about the Moroccan and the American cultures. The 
results also showed that there was a Statistically significant increase in 
students’ mean scores after the administration of the experiment. Based 
on the qualitative analysis, students in the experimental group 
demonstrated good knowledge about both cultures, indicating that they 
do possess an intercultural profile at the cognitive level. This suggests 
that students in the experimental group outperformed students in the 
control group with respect to different intercultural aspects. Implications 
are provided for quality assurance and better intercultural learning. 


Keywords: intercultural awareness; knowledge; Moroccan EFL learners; 
reading comprehension and précis II; intercultural topics; intercultural 
tasks 


0. Introduction 


Many researchers argue that much emphasis should be laid on 
intercultural speaker/mediator as a major goal for foreign or second 
language teaching and learning (e.g., Byram & Zarate, 1994; Byram, 
1997; Crozet, Liddicoat & Lo Bianco, 1999). This suggests the aim of 
English language learning is to train language learners to use the 
language appropriately and act as intercultural speakers to avoid 
dysfunctions and conflicts, and to maintain relationships rather than to 
use the language as native speakers. In this regard, Bennett (1997) states 
that foreign language learners should be prepared to communicate and 
interact appropriately with people from different cultural backgrounds 
instead of being prepared to be “fluent fools” (p. 16). In view of the 
intercultural perspective, learners are regarded as language users and 
social actors. 


It is noteworthy that the Strategic Vision 2015-2030 promotes 
intercultural competence due to its significant role in training global 
citizens who are capable of meeting the needs of 21“ century. It supports 
the importance of maintaining “a balanced correlation between the sense 
of belonging and that of dialogue with different cultures and 
civilizations” (Conseil Supérieur de l'Education, 2015, p. 5). This 
indicates that the school is no longer meant to train fluent speakers who 
approach native-likeness, but rather it is meant to train global citizens 
who are able to attain an intercultural dialog with people from different 
cultures. This highlights the importance of learning languages alongside 
with cultures in order to maintain relationships and bridge the gaps that 
were left unresolved by multiculturalism. The Strategic Vision 2015- 
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2030 makes it clear that quality training regarding language, cultural 
knowledge and skills should be promoted in order to facilitate the 
integration of graduates into the labor market. 


Despite the importance given to intercultural awareness at the affective, 
the cognitive and the pragmatic levels, the cognitive dimension serves a 
building block for intercultural awareness development. The latter relies 
heavily on the development of cultural knowledge learners need in 
different cross-cultural contexts to enable them to develop positive 
attitudes, skills and critical cultural awareness. In this spirit, the present 
study is an attempt to explore the extent to which the teaching of 
“Reading Comprehension and Précis II’ using intercultural topics along 
with intercultural tasks has an impact on the development of Moroccan 
EFL learners’ intercultural awareness in the area of knowledge/savoir. 
Based on this objective, the study is informed by the following research 
questions: 


1. To what extent do the learners exposed to intercultural topics and 
intercultural tasks differ significantly from those exposed to 
various topic and traditional comprehension activities in the area 
of knowledge? 


2. To what extent do the learners exposed to intercultural topics and 
intercultural tasks made significant progress in comparison with 
those exposed to various topics and traditional comprehension 
activities in the area of knowledge? 


This article is organized along the following lines. The first section is 
devoted to the theoretical framework within which the present study is 
situated. The second section reviews previous research studies on the 
development of intercultural competence at the national and international 
levels. As for the third section, an account of the methods utilized is 
offered. After presenting the findings in the fourth section, a discussion in 
the light of previous research findings and theoretical framework is 
provided in the fifth section. The article ends up with a conclusion and 
implications for learners, teachers and decisions makers. 


1. Theoretical Framework 


The present study adopts Byram’s (1997) model of intercultural 
communicative competence with much emphasis on the cognitive 
dimension. Knowledge remains fundamental in the process of 
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interculturality, as it represents a major component in the development of 
intercultural awareness without which attitude, skills of mediation and 
interaction as well as critical cultural awareness cannot be developed 
(Byram & Morgan, 1994). In view of Byram’s (1997) framework, the 
knowledge individuals bring to an intercultural interaction consists in two 
categories: “knowledge about social groups and their cultures in one's 
own country, and similar knowledge of the interlocutor's country on the 
one hand; knowledge of the processes of interaction at the individual and 
societal levels, on the other hand” (p. 35). For the first category, the 
individual acquires knowledge either consciously or unconsciously via 
different social agents (i.e., family, religion, media and education) 
(Byram, 1997). For the second category, it is essential for successful 
intercultural interactions; however, it is not acquired automatically (1.e., it 
is often acquired consciously through formal education) (Byram, 1997). 
By the same token, Stefanidou (2008) divides knowledge into the 
declarative knowledge that relates to the general processes of societal and 
individual interaction and the procedural knowledge as it relates to how 
to behave and act appropriately in cross-cultural situations (see Byram, 
1997; Byram, Gribkova & Strakey, 2002). By building this knowledge, 
students become aware of their own culture as well as the target culture. 


However, the issue at stake is the extent to which this knowledge 
acquired by EFL learners is truly interpreted through history. According 
to Byram (1997), the knowledge of the history of another country is 
“acquired through stories from the history of one's own nation-state; it 
has consequently a different interpretation to the story told within the 
foreign country” (p. 36). This explains the paradox between the real 
history of the other culture and the way it is interpreted in one’s own 
country, suggesting that the way culture is told in one’s own culture is 
biased and stereotyped. Hence, more contact between individuals and 
their interlocutors from the other culture would develop their knowledge 
(Byram, 1997). This implies that regardless of the significance of the 
declarative knowledge in intercultural encounters, it is insufficient to 
enable the individual to develop his/her intercultural awareness. Rather, it 
should be balanced with the procedural knowledge of how to act and 
behave appropriately in different circumstances in order to produce 
successful interactions (Byram, 1997). Thus, not only do learners need to 
learn about the target cultures, but they also need to learn to function 
appropriately and teach others about their cultural views (Spitzberg & 
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Changnon, 2009). This can be achieved through developing the skills of 
mediation, which in turn cannot be implemented with demonstrating 
sufficient knowledge about one’s own and the other culture. 


In light of Byram’s (1997) educational objectives, learners are expected 
to broaden their cultural knowledge regarding the historical and 
contemporary relationships between their own and their interlocutor's 
country to be able to engage with others of different cultures. They are 
also expected to demonstrate good knowledge about the types of cause of 
misunderstanding between interlocutors of different cultural origins (i.e., 
conventions of communication and interaction in their own and the 
foreign cultures). Byram also stresses the importance of learners’ 
exposure to the national memory and the national geographical space 
(e.g., perceptions of regions and regional identities, of language varieties, 
particularly regional dialects and languages) of/in their own country and 
of their interlocutor's country. He also emphasizes the learners’ need to 
enrich their knowledge with regard to the institutions of socialisation 
along with social distinctions and their principal markers in their own and 
their interlocutor's country. Last, but not least, it is also significant to 
draw the learners’ attention to the processes of social interaction in one's 
interlocutor's country (i.e., levels of formality in the language and non- 
verbal behaviour of interaction, about conventions of behaviour and 
beliefs and taboos in routine situations) that they may need in 
intercultural encounters. 


2. Review of the Literature 


There are a considerable number of previous studies that have been 
conducted to investigate the development of intercultural competence in 
EFL context at the national and international levels. At the international 
level, Manjet et al. (2017) conducted a quasi-experimental study aiming 
to investigate Malaysian secondary school students’ intercultural 
knowledge and behavior during English Language Intercultural Reading 
Programme (Hereafter ELIRP) . The students were introduced to cultural 
knowledge through four short stories from “Ripples” that consists of 


* ELIRP is a reading programme that is specifically developed for the purpose of a 
research grant sponsored by the Ministry of Education, Malaysia through 
Fundamental Research Grant Scheme (FRGS) (Manjet et al., 2017) 

: Ripples (Reading Material) by Shih-Li Kow (2008): It consists of 25 short stories 
from the Malaysian culture. 
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Malaysian culture in a multicultural class over eight weeks of ELIRP. 
The findings indicated that the respondents’ level of intercultural 
knowledge was increased. The findings also showed that ELIRP helped 
the participants to develop their knowledge about their own culture and 
the other cultures. The study suggests that if intercultural readings were 
properly implemented, the study would yield positive results. Thus, the 
absence of a clear methodology could have weakened the experiment and 
affected the validity of the results. Other factors that could have affected 
the results consist in the absence of triangulation approach and the 
insufficiency of the reading materials used to develop intercultural 
competence. 


Senjug (2014) conducted a study investigating the effect of German 
language teacher professional development on primary and lower 
secondary level pupils’ learning outcomes in intercultural competence in 
the Croatian context. The primary objective of the study was to determine 
whether teacher participation in a professional development program on 
intercultural competence could have an effect on the achievement of 
goals related to intercultural competence. The findings supported the 
claim that foreign language teacher professional development in the field 
of intercultural competence has positive effects on pupils’ learning 
outcomes. The results also showed that exposing students to intercultural 
topics and activities on the basis of the teacher professional development 
have a great impact on pupils’ knowledge more than attitudes and skills. 
This indicates that the development of intercultural competence was 
observed in the area of the cognitive aspect (i.e., in the field of specific 
knowledge of culture and civilization), but not in the area of affective and 
pragmatic aspects (i.e., attitudes and skills). 


Nevertheless, the study focused primarily on children at the primary and 
lower secondary level. Pupils at this age may not have serious attitudes or 
skills to perform in real life encounters. Senjug concluded that children 
(i.e., the post-primary stage) are not qualified yet to start dealing with 
content-courses that aim at developing intercultural competence. 
Therefore, the present study employed university students in an attempt 
to seek the development of their intercultural awareness in the area of 
knowledge after being exposed to intercultural topics and intercultural 
tasks. 
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In the same line of research, Rodriguez and Puyal (2012) conducted a 
study with the aim of promoting intercultural competence through 
literature using a Content and Language Integrated Learning (CLIL, 
henceforth) approach. The purpose of this study was the promotion of 
students’ intercultural competence through reading literary texts in 
English along with some interactive tasks (e.g., discussing scenes and 
situations, role-play and dialogues, and creative tasks) within a CLIL 
context focusing on the cognitive and the affective level. The study 
included observation and a five-point Likert scale questionnaire. The 
findings revealed that employing literary texts using intercultural issues 
complemented by methodological procedures (i.e., communicative tasks) 
within CLIL context deepened students’ intellectual (cognitive) abilities. 
It was also found that the employment of literary texts helped students 
make clear distinctions between students’ own culture and the other 
culture. 


Despite the importance of literary texts in promoting intercultural 
competence, Edmondson (1997 as cited in Hanauer, 2001) has criticized 
the use of literature regarding the problem of false generalization. This 
implies that the cultural aspects literary texts include are viewed from the 
writer’s single perspective, which could provide a false picture of the 
community. The present study is an attempt to explore the development 
of intercultural awareness in the area of knowledge through exposing 
learners to expository reading texts (i.e., intercultural topics: The 
Moroccan and the American cultures) and intercultural tasks (e.g., group 
discussion, role-play/simulation and critical incident/scenario) to help 
students discuss, react, analyze and evaluate different intercultural issues. 


At national level, EL Hiani (2018) conducted an empirical study that 
encourages the integration of an intercultural approach in EFL curricula. 
In light of Byram’s (1997) Model of Intercultural Communicative 
Competence (ICC), the study aimed to assess ICC and its development 
among Moroccan EFL undergraduate learners. It also sought to explore 
the causal relationship between knowledge, and skills and critical cultural 
awareness in view of ICC. The results revealed that Moroccan EFL 
learners possess the basic skills that form a profile of “an intercultural 
speaker”. However, despite the remarkable development of intercultural 
competence among the three academic levels (Semester 2, 4 & 6), the 
results showed that learners lack the critical dimension of the cultural 
awareness, which represents a serious challenge. Furthermore, the results 
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demonstrated that there is a correlation between knowledge and skills, 
while there is no correlation between knowledge and critical cultural 
awareness. 


In similar terms to the previous study, Koumachi (2015) conducted a 
case study, adopting a qualitative and an investigative design, that aimed 
at exploring the extent to which Moroccan EFL university students (1.e., 
masters’ students along with a professional BA in Meknes) possess the 
required intercultural competencies. The study concluded that Moroccan 
EFL university students do possess intercultural communicative 
competence needed to be intercultural speakers and so they are likely to 
act appropriately in cross-cultural communication encounters. The results 
revealed that they do possess factual knowledge about home memory and 
culture, basic skills that enable them to mediate between their own 
culture and the target culture and positive attitudes towards the target 
culture as they relativize their own culture and stabilize their self-identity 
in the process of cross-cultural mediation. Moroccan EFL university 
students were found to have the ability to interact and mediate 
purposefully in intercultural exchanges on the basis of explicit criteria, 
namely perspective, practices and products. The present study, however, 
is an extension to the aforementioned studies as it aims to explore the 
extent to which “Reading Comprehension and Précis II’ has an impact 
on the development of intercultural awareness at the cognitive level. It 
would hopefully respond to the claim that Moroccan universities are in 
desperate need for intercultural courses that would prepare newly 
graduate students to function appropriately and effectively in real life 
situations in such a cosmopolitan world (Koumachi, 2015). 


3. Method 
3.1 Research design 


The present study aimed at exploring the extent to which “Reading 
Comprehension and Précis II” using intercultural topics and intercultural 
tasks enhances Moroccan EFL learners’ intercultural awareness in the 
area of knowledge/savoir. It, therefore, adopted a quasi-experimental 
mixed-methods design, which denotes that in addition to its nature as a 
quasi-experimental pretest-posttest, it adopts a mixed-methods research 
design that aims at collecting, analyzing, and “mixing” both quantitative 
and qualitative research methods (e. g., use of qualitative and quantitative 
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viewpoints, data collection, analysis, inference techniques) in a single 
study to understand the research problem. 


3.2 Setting and sample 


The present study was conducted at the Faculty of Letters and 
Humanities, Chouaib Doukkali University, El Jadida. The sample of the 
study included 98 first year English-major students: 60 students in the 
experimental group and 38 students in the control group. Based on 
“Reading Comprehension & Précis II’, the experimental group received 
the treatment in a two-hour session per a week over the spring semester 
of the academic year 2018-2019. As the educational settings do not allow 
for randomization of sampling, a convenience sampling technique was 
adopted in the selection of the participants. Convenience sampling is in 
fact one of the most commonly and widely used sampling procedures in 
ELT and second language acquisition studies. 


3.3 Data collection tools 


Several instruments were adopted to assess Moroccan EFL learners’ 
cultural knowledge, including a five-point Likert scale questionnaire, an 
intercultural test, and a semi-structured interview. The triangulation 
research strategy was adopted, as it combines qualitative and quantitative 
methods concurrently to assess the same variables to increase validity. 
Owczarek (2016) points out that these tools should not be treated as 
“divided independent compartments”, but rather as “mutually 
complementary” in obtaining the whole picture of the process of 
developing and testing intercultural awareness (p. 218). In this respect, 
the data collection tools were constructed in light of Byram’s (1997) 
educational objectives; nevertheless, they were mutually complementary 
in order to offer deep insights into learners’ cultural knowledge 
development. 


3.4 Treatment /procedure 


The study was conducted at Chouaib Doukkali University, Faculty of 
Letters and Humanities, El Jadida over the spring semester of the 
academic year 2018-2019. The course was preceded by a pre-test phase 
which included a five-point Likert scale questionnaire, an intercultural 
test and a semi-structured interview. The pre-test was taken by students 
in the experimental and the control group to determine their initial level 
in cultural knowledge regarding the Moroccan and the American 
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cultures. In light of the objectives proposed by Byram (1997), “Reading 
comprehension & précis II’ served as a medium through which students 
in the experimental group were exposed, over spring semester, to 
intercultural topics (i.e., Moroccan and American culture) complemented 
by intercultural tasks (i.e., role-play/simulation, group discussion, 
scenario/critical incident), which were structured around the themes 
chosen. Students in the control group, however, were exposed to various 
topics along with traditional comprehension activities. At the end of the 
course, students in both groups were administered a five-point Likert 
scale questionnaire and an intercultural test. They also took an interview 
to gain deep insights into their cultural knowledge development. 


3.5 Data analysis 


The data obtained from the present study was analyzed based on 
descriptive analysis using means, standard deviations and percentages. 
The study also drew on inferential statistics using paired samples t-test, 
the independent t-test as the major statistical measures. Cohen’s d was 
also run in order to determine the effect size of the mean differences. 
Effect sizes are usually calculated after the null hypothesis is rejected in a 
Statistical test as it provides insights into the effect size of the statistical 
significance. 


In addition, the data obtained from the interview was analyzed using 
content analysis. It is concerned with “what is said in a text, how it is 
said, and how often it’s said” (Rugg & Petre, 2007, p. 152). Hence, the 
data was analyzed by identifying and describing students’ thoughts, how 
they have been expressed and how they are frequently expressed. 


4. Results 


4.1 Quantitative analysis of learners’ intercultural awareness at the 
cognitive level 


4.1.1 Pre & post-treatment analysis of learners’ perceptions of cultural 
knowledge by questionnaire items 


Table 5.1 shows learners’ cultural knowledge prior to the experiment in 
the experimental and the control group. The majority showed 
unwillingness to know about different cultural aspects in the Moroccan 
and the American county, namely historical and contemporary 
relationships between both countries, verbal and non-verbal 
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communication, beliefs and taboos, national memory, socialization, 
geographical space and social distinctions. For items 2, 6 and 7, a large 
number of students in the experimental group were observed to disincline 
knowledge about verbal and non-verbal communication and interaction 
between their own and the American culture, knowledge about 
geographical space in the Moroccan and the American country and 
knowledge about the factors that affect people’s way of thinking and 
behaving in the Moroccan and the American culture. 


As for the control group, a large amount of students showed their 
disinclination to items 1, 2, 3, 4 and 7 while a very few students held 
positive perceptions. This implied that a considerable number of students 
expressed an ignorance of the importance of knowledge about the 
historical and contemporary relationships between both countries, and 
verbal and non-verbal communication in intercultural encounters. The 
results also indicated that 81,5% considered that knowledge about beliefs 
and taboos in situations in the Moroccan and the American culture is 
unimportant in intercultural encounters. As for the learners’ views of the 
importance the national memory in intercultural encounters, the results 
showed that 5, 3% and 71, 1% strongly disagreed and disagreed 
respectively that they may not need knowledge about the national 
memory about the Moroccan and the American culture. Another 
significant proportion of students were detected to hold unfavorable 
attitudes regarding knowledge about the factors that affect the way 
people think (see item 7). 


Table 5.1 
Pre-treatment analysis regarding knowledge across the sample groups 
Items Experimental Group (N=60) Control group (N=38) 
SD D N A SA SD D N A SA 
Itmi 21,7 61,7 5 3,3 8,3 18,4 71,1 2,6 7,9 0 
Item2 11,7 75 8,3 5 0 353 73,7 13,2 53 2,6 


Item3 10 53,3 16,7 15 5 2,6 78,9 13,2 2,6 2,6 
Item4 3,3 58,3 25 10 3,3 5,3 71,1 13,2 10,5 0 
Item5 6,7 66,7 18,3 8,3 0 15,8 44,7 18,4 15,8 353 
Item6 10 75 10 3,3 1,7 10,5 65,8 5,3 18,4 0 
Item7 8,3 71,7 6,7 11,7 1,7 18,4 63,2 5,3 13,2 0 
Item8 15 53,3 16,7 11,7 3,3 10,5 57,5 15,8 13,2 2,6 


SD=Strongly Disagree; D=Disagree; N=Neutral; A=Agree; SA=Strongly Agree 


However, after the administration of the treatment, the results were found 
to be positive in the experimental group while it was observed to be 
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negative in the control group. The highest percentage was observed in 
item 1, as 43,3% and 48,3% exhibited positive opinions towards the 
importance of knowledge about Moroccan-US historical and 
contemporary relationships in intercultural encounters, as they agreed and 
strongly agreed respectively whereas 79% of students in the control 
group expressed their disagreement. On the other hand, regardless of the 
significant number of students who agreed with different aspects of 
cultural knowledge in the control group, the majority showed a negative 
attitude. A considerable number of students (92, 1%) showed their 
unwillingness to have knowledge about geographical space (see item 6). 
As indicated, negative attitudes also appeared to be linked to social 
distinctions, namely the factors that affect the way people think (see item 
7). 


Table 5.2 

Post-treatment analysis regarding knowledge across the sample groups 
Items Experimental Group (N=60) Control group (N=38) 

SD D N A SA SD D N A SA 

Item1 0 5 3,3 43,3 48,3 5,3 73,7 2,6 18,4 0 
Ttem2 0 1,7 3,3 58,3 36,7 18,4 47,4 2,6 31,6 0 
Item3 1,7 6,7 5 48,3 38,3 7,9 57,9 15,8 18,4 0 
Item4 0 8,3 8,3 55 28,3 18,4 55,3 13,2 13,2 0 
Ttem5 0 5 10 58,3 26,7 15,8 47,4 15,8 21,1 0 
Item6 0 6,7 6,7 55 31,7 5,3 86,8 2,6 5,3 0 
Item7 1,7 8,3 6,7 55 28,3 23,77 63,2 5,3 5,3 2,6 
Item8 0 6,7 8,3 51,7 33,3 10,5 73,7 7,9 7,9 0 


Table 5.3 shows a comparison between means of students’ knowledge in 
the sample groups prior to and after the administration of the treatment. 
Thus, the results pertaining to pre-test and post-test assessment of 
students’ cultural knowledge are summarized in Table 5.3. As the table 
demonstrates, a discernible change in students’ attitudes was viewed 
before and after the experiment in the experimental group, as the 
difference between the means was large. However, the results pertaining 
to the control group indicated that the means deceased in post-test in 
comparison with the pre-test with regard to items 4, 5, 6, 7 and 8 (e.g. 
national memory, geographical space, socialization and social 
distinctions) with a slight increase in scores with regard to items 1, 2 and 
3. This suggested that students became willing to develop their 
knowledge about the historical and contemporary relations, verbal and 
non-verbal communication, and beliefs and taboos in intercultural 
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situations. On the whole, the results revealed that students exposed to 
intercultural topics and tasks outperformed students in the control group 
with regard to knowledge, and thus they inclined to the general and 
specific processes of cultural knowledge in their own and the American 
culture. 


Table 5.3 


Learners’ means in the sample groups by questionnaire items prior and after the 
experiment 


Experimental Group (N=60) Control group (N=38) 

Items Mean Std. D Mean Std. Mean Std. D Mean Std. D 

(pre- (post- D (pre- (post- 

test) test) test) test) 
Item 
f 2,115 1,071 4,35 1717 2,00 35 2,34 847 
i 2,07 634 4,30 619 2,26 760 2,47 1,133 
a 2,52 1,033 4,15 917 2,24 675 2,45 891 
i 2,52 854 403 843 | 29 n2 2,21 905 
Ttem5 2,28 715 4,07 756 2,50 1,109 2,42 1,004 
Item6 2,12 691 4,12 804 2,32 904 2,08 539 
3 2,27 841 4,00 921 2,13 875 2,00 870 
— 2,35 988 4,12 825 2,39 946 2,13 704 


3 


4.1.2 Between and within-group development in the learners 
perceptions of cultural knowledge 


The results referring to the pre-treatment analysis of the difference 
between the experimental and the control group was demonstrated in the 
table below. The results revealed that there was a very small difference 
between the means of the two groups prior to experiment (Experimental 
group = 2,27; Control group = 2,25). However, an independent samples 
t-test was carried out to determine whether this difference is statistically 
significant. It was observed that despite the difference found between the 
means in both groups, the difference between the means of the two 
groups was statistically not significant (p>0,05) as the p value (Sig=0,32) 
is bigger than 0,05. Therefore, there was no difference between the two 
groups. 


After the end of the experiment, a significant difference was observed 
between the two groups based on the descriptive and the inferential 
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statistics. As the table illustrates, the post-treatment analysis revealed that 
students in the experimental group scored better than students in the 
control group in the post-test (Exp=4,14; CG=2,26). This difference was 
Statistically significant as the significance level is less than 0,05 
(Sig=0,00*<0,05). Therefore, the results showed that there was a 
significant difference between the sample groups in the post-test. 


Table 5.4 


Between-group developments in the area of knowledge across the sample groups 


Independent Samples t-test 


Group N Mean Std. Deviation Sig 
Experimental group 60 2,2792 25871 m 
Pretreatment Control group 38 2,2566 ,19046 32 
Experimental group 60 4,1417 ,54485 3 
Fostireatmenk Control group 38 2,2632 36506 00 


*=one tailed 


A paired sample t-test was conducted to ensure whether the development 
of students’ attitudes towards cultural knowledge was significant within 
the same groups between the pre-test and the post-test. In light of the 
descriptive statistics, the results showed that students in the experimental 
group expressed a satisfactory development in attitudes with respect to 
cultural knowledge in the post-test as the mean score, after the 
training/experiment, (M=4,14) was greater than the mean in pre- 
test((M=2,27) with a mean difference of 1,86. However, a small 
difference between the pre-test (M=2,25) and the post-test (M=2,26) was 
observed with a mean difference of 0,00. Based on the results of the 
paired samples t-test, it appears that there was a statistically significant 
difference between the mean scores of students in the experimental group 
prior to and after the experiment as the significance level is lower than 
0,05 (p<0,05; Sig=0,00*). Using Cohen’s d for the effect size, it shows 
that the magnitude of this difference was large (d=2,98). On the other 
hand, a non-statistically significant difference was observed in the control 
group prior to and after the experiment as the p value is greater than 0,05 
(Sig= 0,45*>0,05). 
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Table 5.5 


Within-group developments in the area of knowledge across the sample groups 


Paired samples t-test 


Means Std ; 

Group Mean difference Deviation t Sig 
Score before 
training ExG 2,2792 -1,86250 62424 3 1 11 ,00* 
Score after training 4,1417 ? 
Score before 
training CG 2,2560 -,00658 38985 -,104  ,45* 
Score after training 2,2632 


ExG=Experimental group; CG=Control group 


4.1.3 Pre and post-treatment analysis of learners’ cultural knowledge 
by test items 


Table 5.6 gives an account of students’ mean scores in the intercultural 
test in cultural knowledge among the sample groups prior to and after the 
experiment. Despite the ascending level of knowledge in some items in 
the pre-test, a high range of variation between students in both groups 
was identified. The results showed that there were fluctuations in 
students’ knowledge about/of the Moroccan and the American culture in 
the experimental and the control group. Regardless of the low mean 
scores of students’ knowledge about their own culture and the American 
culture, it is worthy to note that the difference between the two groups 
was observable. The largest mean score in the experimental group by the 
test items was observed in item 8 with a mean of .95 where students in 
the control group scored only.68, indicating that students find it 
appropriate to smile and shake hands when meeting an American-Jewish 
instead exhibiting undesirable attitudes. In comparison with the control 
group, it appears that students in the experimental group performed well 
in response to the Moroccan cultural aspect about “Eid Al Adha”. On the 
other hand, the lowest mean score in respect of the test items in the 
experimental group was .11 with regard to item 2 whereas the lowest 
score in the control group was only .03. This low mean score was 
associated with the limited knowledge students had about the US- 
Moroccan contemporary relationship. As shown in the table 5.6, the 
experimental group outweighed the control group with regard to cultural 
knowledge. 
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As for the results associated with the post-test, a significant increase was 
identified in students’ scores with respect to item 2, as they became more 
knowledgeable about US-Moroccan historical and contemporary 
relationships. Their scores in the post-test were very high (pre-test=.11; 
post-test=.62) in comparison with their performance in the pre-test and 
students’ performance in the control group, which moved upward from 
(M= .03) in the pre-test to (M=.11) in the post-test. While students’ 
cultural knowledge in the experimental group enhanced with a 
significance degree between the pre-test and the post-test, students’ 
scores in the control group decreased (e.g., items 4, 7 and 14). Generally, 
students in the control group lacked cultural knowledge mostly about the 
American culture, as they failed to identify the social factors that 
determine the way Americans think and behave. A significant decrease in 
scores was also observed with regard to item 4, as students failed to 
recognize Martin Luther King, Jr as a civil rights activist. Scores 
associated with this item dropped from M= .34 in the pre-test to M= .26 
in the post-test. The results, therefore, revealed that students’ 
performance in the experimental group in the post-test with regard to 
cultural knowledge surpassed that of students in the control group. 
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Table 5.6 


Learners’ means in the sample groups by test items prior to and after the experiment 


Experimental Group (N=60) Control group (N=38) 

Mean Std. Mean Std. Mean (pre- Std. Mean Std. 

(pre- D (post-test) D test) D (post-test) D 

test) 
Item 1 43 49 88 32 26 44 29 46 
Itm2 11 31 62 49 03 16 11 31 
Item3 „87 34 90 30 89 31 92 27 
Item4 47 50 57 50 34 48 26 44 
Item5 36 48 50 50 29 46 34 48 
Item6 12 32 42 49 08 27 i 31 
Item7 30 46 43 50 39 49 34 48 
Item8 95 22 97 18 68 47 66 48 
Item9 32 46 50 50 29 46 21 4 
e 30 46 48 50 37 48 21 Al 
"i 48 50 57 50 32 47 29 46 
~ 25 43 52 50 45 50 42 50 
r 85 36 88 32 79 Al 74 44 
N 43 50 43 50 66 48 55 50 
To 83 37 83 37 79 Al 82 39 


4.1.4 Between and within-group development in the learners’ cultural 
knowledge 


Out of the two groups, students in the experimental group had the largest 
mean (M=.47) at the cognitive level of intercultural awareness while 
students in the control group had only a mean of .44. Based on t-test 
results, the difference between the means was not significant between the 
sample groups in the pre-test (p=.11*>0.05). However, the post treatment 
descriptive analysis showed that there was a difference between the 
experimental and the control group (Exp= .63; CG= .41). This difference 
was found to be significant with a p value of .00*. 
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Table 4.7 


Between-group developments in the area of knowledge across the sample groups 


Independent Samples t-test 


Group N Mean Std. Deviation Sig. 
Experimental group 60 4733 ,12679 * 

Picton Gontnil sroüp 384421 11745 ll 
Experimental group 60 ,6333 15404 A 

Posttreatment Control group 38 4175 ,11566 me 


As table 5.8.indicates, a variation in students’ performance between the 
pre-test and the post-test in the experimental and the control group was 
discerned, as the students’ mean score in the experimental group prior to 
the experiment was (M=.47) while students’ mean score in the control 
group was only (M=.41). After the administration of the experiment, the 
students who received the treatment (experimental group) rated higher 
than those who received no treatment (control group) in the post-test. It 
appears that the experimental group’s score increased in the post-test 
(M=.63) with a mean difference estimated by 0,16; however, the control 
group’s score fell down in the post-test into .41 with a mean difference of 
0,02. Based on within-group analysis, it was observed that the 
development of students’ cultural knowledge was significant for the 
experimental group (Sig=.00*<0.05). The effect size was found to be 
large (d = 1, 25). On the other hand, the difference existed between 
groups in the post-test was justified by the low performance of students 
in the control group, as the scores decreased significantly in the post-test 
with the significance level that is higher than the critical value 
(Sig=.11*>0.05). 


Table 5.8 


Within-group developments in the area of knowledge across the sample groups 


Paired samples t-test 


: Std Deviation . 
Group Mean Means difference t Sig 
SOP ee Ge ee -,16000 12768 -9,707 ,00* 
Score after training 6333 
Score before training 4421 P 
Score after training ee 4175 92430 aa iene OU 
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4.2 Qualitative analysis of learners’ intercultural awareness at the 
cognitive level 


Overall, the findings revealed that the implementation of intercultural 
topics along with intercultural tasks had led to the development of 
intercultural awareness in the area of knowledge. After the experiment, 
the results revealed that a slight change was discerned in students’ 
cultural knowledge. The majority of students stated that their knowledge 
of/about the American culture increased. In this regard, one of the 
students said, “Oh! It has developed a lot from the course we had; also 
we developed our cultural knowledge through the activities we had in 
class”. This indicates the knowledge was not developed only through the 
exposure to cultural texts, but it was also enriched through the activities 
implemented in class, mainly group and whole-class discussion, critical 
incident and role-play activities. However, an astonishing statement was 
generated by another participant when he declared, “I know more about 
the American culture because I don’t like my culture”. This shows that 
the participant’s motivation and willingness to discover the American 
culture enables him to enrich his cultural knowledge. 


Besides, the participants acknowledged that, after taking the course, their 
awareness of their own culture was noticeably raised. A participant said, 
“Yes, of course because when we get involved in a conversation we learn 
a lot”. He also added “when we reflect on our culture, I raised my 
awareness about our culture, especially when we draw similarities and 
differences between our own culture and the American culture”. Another 
participant also said, “I become aware of my culture as I questioned 
different aspects of it”. Positive attitudes were also observed in two other 
participants’ responses: the first participant stated, “Yes, and I found that 
my culture is equal to others” while the other participant said, “I had the 
chance to discover a lot of things in my culture”. These statements 
indicate that the students were satisfied about their learning experience 
which helped them develop their knowledge about the American culture 
and become aware of their culture. 


The participants’ responses were found to be positive with regard to the 
national and the religious holidays and celebrations, and the agents of 
socialization in both countries. As shown in the following example, the 
participant demonstrated sufficient knowledge about national and 
religious holidays and cerebrations; he mentioned “Laylat Al Kader, 26" 
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Ramadan; Eid Al Fiter, 1* Shawwal; Eid Al Adha, 10" Dhu ljijah; 
Independence day, 18" November; Throne day, 30" July”. As for the 
American culture, he added “Thanksgiving day, the third or the fourth 
Thursday of every year; Independence day, 4” July; Martin Luther King 
day, on January but I don’t remember which day; Christmas day, 25 
December, ascension, is celebrated on the 40" day of Easter I think”, 
after a pause, he said “we have something similar to Ascension in our 
culture, it is Al Isra’wa Al-Mi’Raj, I think in Rajab”. The participant’s 
response indicates that his knowledge about both cultures increased, as he 
became aware of the exact dates of the holidays and celebrations either 
national or religious. It is noteworthy that he was not given much time to 
express his ideas due to time constraints. Another participant also 
demonstrated good knowledge about both cultures, she said: 


In Morocco we have the Independence Day on 18" November; 
we also have Throne day, I think 30" July; Green March on 6th 
November; for the religious celebrations we have Achura, 10° 
Muharam; Ramadan, it takes one month of worship, Eid Al 
Adha, 10° Dhu Ihijah and Eid Al Fiter after Ramadan, in 
Shawwal. 


As for the American holidays, she added: 


They have also Independence day, before I didn’t know that they 

have an independence day; it is celebrated on 4th July; 
Thanksgiving day in November, they have also Halloween on 
31st October; Christmas day on 25th December, they have the 
Easter and the New-year on 1st January. 


This testimonial reveals that she was knowledgeable enough about both 
cultures regardless of the missing dates of some celebrations. 


For the following cases, it was also found that they were knowledgeable 
about the factors that affect the way people behave within the American 
and the Moroccan societies. The first participant mentioned, “they are the 
same I think, we have school, religion, family” whereas the second 
participant stated more factors, namely “education, family, religion, 
especially in Morocco as Muslims, as they affect our way of thinking; for 
example, family when we were kids and religion as Muslims we must 
follow what Allah and his prophet Muhammad told us so we live as 
Muslims” she added “Nowadays our generation is affected by Social 
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media and TV”. This shows that both cases developed an awareness of 
different socialization institutions that affect, implicitly or explicitly, both 
cultures. 


5. Discussion 


Unlike the results obtained in the pre-test, the findings revealed that 
learner’s knowledge of/about the Moroccan and the American culture 
improved after the administration of the experiment. In light of post- 
treatment analysis, it was found that the difference between the sample 
groups was statistically significant in the post-test. This difference was a 
result of a decrease in students’ scores in the control group and an 
increase in students’ scores in the experimental group. Based on the 
results of the paired samples t-test, it appears that there was a statistically 
significant difference between the mean scores of students in the 
experimental group prior to and after the experiment. However, the 
decrease in students’ scores in the control group was found to be 
significant. Based on the qualitative analysis, it was observed that the 
cultural knowledge was developed among students in the experimental 
group whereas a limited knowledge was observed among students in the 
control group. Overall, it was observed that students in the experimental 
group outweighed students in the control group in different cultural 
aspects in both countries. This indicates that students’ exposure to 
intercultural topics and intercultural tasks contributed positively to the 
development of learners’ intercultural awareness at the cognitive level. 


In line with Manjet’s et al. (2017) findings, students’ cultural knowledge 
about the American and the Moroccan culture was identified to be 
positive after being exposed to the course. This was evident in their 
scores in the intercultural test. While there was an inclination to the 
development of cultural knowledge about the historical and 
contemporary relations, verbal and non-verbal communication, and 
beliefs and taboos in intercultural situations, the results associated with 
the intercultural test showed that students in the experimental group were 
identified to have sufficient knowledge regarding religious celebrations 
(e.g., Eid Al Adha) in comparison with knowledge about the US- 
Moroccan contemporary relationships. Although the lowest scores were 
associated with Moroccan-US contemporary relationship, students in the 
experimental group scored higher than students in the control group in all 
areas of knowledge. This reflects the importance of exposure to the target 


157 


culture along with the implementation of intercultural tasks that enable 
learners to boost their knowledge of the target culture and raise their 
awareness of their own culture (see Senjug, 2014; Manjet et al., 2017). 


In light of the qualitative analysis, it was identified that although 
students’ knowledge about the American culture noticeably developed, it 
was observed to be insufficient, as they failed to provide significant 
cultural details. On the other hand, their awareness of the Moroccan 
culture increased. Based on the students’ testimonials, the enhanced 
knowledge can be explained by the exposure to the intercultural topics 
and students’ engagement in the intercultural tasks employed as part of 
experiential learning, namely group discussion, critical incident and role- 
play activity as they enabled them to compare and contrast their world of 
origin and the target community (see Kramsch, 1993; Byram, 1997). 
However, students’ insufficient knowledge about the Moroccan and the 
American celebrations indicated in the interview can be interpreted with 
reference to their inability to express their thoughts orally. Their failure to 
demonstrate good knowledge about certain cultural aspects was informed 
by the insufficient time allotted for role-play activity is class, which in 
turn contributed to their inability to overcome their fears in interpersonal 
communication and thus fail to provide significant details due to their 
high affective filter (Krashen, 1985) 


In view of this, Koumachi (2015) found that Moroccan EFL learners 
were observed to possess factual knowledge about their own and the 
Americans’ memory and culture which, more or less, reflects their 
intercultural profile. Similarly, the results obtained by El Hiani (2018) 
also revealed that Moroccan EFL learners have an average level in the 
area of knowledge, which implies that learners are mostly knowledgeable 
about cultural facts. Nevertheless, being knowledgeable about both 
cultures regarding specific and general processes does not simply indicate 
that the individual has an intercultural profile (Byram, 1997). In this vein, 
Byram (1997) asserts that developing “awareness that one is a product of 
one's own socialization isa pre-condition for understanding one's 
reactions to otherness” (p. 52), as he posits: 


Awareness of how one's 'natural’ ways of interacting with other 
people are the ‘naturalised’ product of socialisation, and how 
parallel but different modes of interaction can be expected in 
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other cultures, is part of the knowledge an intercultural speaker 
needs. (p. 52) 


This suggests that the knowledge learners need to possess is how similar 
or different are one’s cultural aspects in relation to the target culture. In 
contrast with koumachi (2015), the results of present study revealed that, 
after being exposed to intercultural topics and intercultural tasks, students 
were found to achieve a satisfactory level of intercultural awareness at 
the cognitive level, as they became cognizant of knowledge about their 
own and the American culture and capable of establishing relationships 
between both cultures. These results support Rodriguez and Puyal’s 
(2012) findings, which revealed that the implementation of literary texts 
helped students make clear distinctions between students’ own culture 
and the other culture. 


Furthermore, the findings of the present study are in alignment with 
Senjug’s (2014) results, which showed that the development of 
intercultural awareness was observed in the area of knowledge (i.e., in 
the field of specific knowledge of culture and civilization). Her findings 
also revealed that exposing students to intercultural topics and activities 
on the basis of the teacher professional development has a great impact 
on pupils’ knowledge more than attitudes and skills. Based on these 
findings, it appears that the complementarity between intercultural topics 
and intercultural communicative tasks lead to the development of 
intercultural awareness in the area of knowledge. It is evident that not 
only does the implementation of intercultural topics and intercultural 
tasks enrich learners’ cultural knowledge about their own and the target 
culture, but it also enables learners to interpret different events and/or 
phenomena in the other culture and relate them to events and/or 
phenomena in their own culture. By doing this, they would be capable of 
mediating differences in cross-cultural encounters. 


However, in accordance with the findings obtained by El Hiani (2018) 
and Koumachi (2015), the present study found that learners developed an 
awareness of cultural knowledge about their home country more than the 
American culture. Students were also found to have more knowledge 
about their culture than the American culture in the pretest phase. This 
explains that students were more attached to their culture as they live in 
their home country. Nonetheless, after the administration of the 
experiment, it was found that despite the increase in students’ awareness 
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of their own culture, they also developed knowledge about the American 
culture. 


In accordance with Byram’s (1997) perception of the intercultural 
speaker, it is revealed that students did not only develop knowledge about 
both cultures, but they also developed an awareness of the relationship 
between them. Therefore, the knowledge an intercultural speaker needs 
in intercultural situations is to look into the similarities and differences 
between different modes of interaction. This, according to the Council of 
Europe (2001), reflects intercultural awareness, which is defined as 
“Knowledge, awareness and understanding of the relation (similarities 
and distinctive differences) between the world of origin and the world of 
the target community” (p.103) (see also Byram & Fleming, 1998). In this 
regard, a number of participants in the present study linked their progress 
in the area of cultural knowledge to the intercultural activities (i.e., group 
discussion, critical incidents and, most importantly, role-play activities) 
employed in the experiment, as they helped them draw similarities and 
differences between their home culture and the American culture, reflect 
on different cultural phenomena in both cultures and implement this 
knowledge in potential intercultural situations. In this regard, drawing 
commonalities and differences between the world of origin and the target 
community would enable learners to relativize their own beliefs and 
behaviors (Byram, 1997). In view of this, the findings reflect that 
students demonstrated good cultural knowledge and thus held the 
intercultural speaker’s profile as highlighted by Byram (1997). 


6. Conclusion and Implications 


Based on the results obtained, it is concluded the null hypothesis should 
be rejected as the students who were exposed to “Reading 
Comprehension & Précis II” using intercultural topics and intercultural 
tasks outperform those who were exposed to “Reading Comprehension 
& Précis II” using various topics and traditional comprehension activities 
with regard to intercultural knowledge. This suggests that Moroccan EFL 
learners have enough knowledge/savoir of their own and the American 
culture that would enable them to establish relationships, mediate 
differences and resolve cultural problems that may arise as a result of 
misunderstandings in cross-cultural situations. 


Based on the results obtained, several implications can be drawn. In order 
to have intercultural speakers/ mediators who can function appropriately 
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in such a globalized world, and meet all people with the same respect 
regardless of their cultural belonging, learners should develop their 
cultural knowledge about their own and the target culture in respect of 
perspectives, practices and products. They should not only be introduced 
to cultural facts, but they should also be exposed to deep culture (i.e., 
attitudes, beliefs and values) including their own and the other culture(s). 
This would undoubtedly help them act as intercultural intermediaries in 
multicultural contexts. Such a cultural knowledge can be broadened in 
several ways. Learners should be given the opportunity inside the 
classroom, in an intercultural-like environment, to mediate differences 
and establish relationships between the world of origin and the target 
community, and reflect on their intercultural experience. Learners should 
be engaged in discussions to raise their awareness of the similarities and 
differences between their own culture and the other culture. This would 
help them deepen their understanding of the target culture and raise their 
awareness of their own culture/values. 


Therefore, teachers should design appropriate intercultural tasks that aim 
to develop learners’ cultural knowledge about their own and the 
American culture. To this end, role-play, critical incident and group 
discussion activities are recommended to enable learners to develop their 
cultural knowledge, which represents a key point in the mediation 
process. As teachers cannot cover every aspect of culture, it is suggested 
that one of the most effective ways to teach cultural knowledge lies in 
framing the content of the course by adopting an intercultural framework 
that would serve as roadmap for intercultural teaching and assessment. In 
this regard, Byram’s (1997) Model of Intercultural Communicative 
Competence is viewed to be an effective and appropriate intercultural 
framework, as it prescribes clear educational objectives that would guide 
the teaching and the assessment of cultural knowledge, and enable them 
to design a comprehensive course that is structured around the 
intercultural themes addressed through the objectives. By adopting this 
model, teachers/syllabus designers would be able to choose and integrate 
learners’ own culture (i.e., syllabus designers should not marginalize their 
native language when teaching the target culture) into English language 
teaching, to set plausible and achievable objectives, to assess students’ 
knowledge, to cover relevant cultural contents and to implement effective 
techniques. 
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In light of the present study, it appears that the teacher plays a vital role in 
the intercultural learning process. However, in line with previous 
research, it is clearly shown that teachers have insufficient skills to 
develop learners’ intercultural awareness (Echcharfy, 2018; 2019). Thus, 
much effort should be made in order to train teachers to develop their 
intercultural teaching practices, to cover relevant content and implement 
efficient techniques to enhance learners’ cultural knowledge. In this 
sense, policy/decision makers should create intercultural teacher training 
programs for university teachers to teach intercultural awareness in an 
EFL context where there is a limited contact with native speakers. Until 
the teacher is trained to teach intercultural awareness, students’ progress 
is under threat (Sercu, 2002). 


Furthermore, it is noteworthy that the most challenging task for foreign 
language learners in a reading comprehension course is their limited 
knowledge about the target culture. Bandura (2008) asserts that it is 
difficult for learners to understand a text easily due to many difficulties 
such as “unfamiliar cultural background, cultural words, cultural 
coherence of the discourse” (p. 21). In this spirit, policy/decision makers 
should re-establish the role of “Reading Comprehension & Précis II” as 
much more than a course in which students passively read texts and 
answer traditional comprehension questions, but rather a course in which 
they can enhance intercultural awareness in the area of knowledge 
through intercultural topics alongside with intercultural tasks. 
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